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ABSTRACT
As only one-third of all degree-seeking California Community College English as a
Second Language (ESL) students successfully complete transfer-level English within six years,
new approaches ought to be considered to better meet the needs of these students. As most ESL
classes are skills-based, offering more Content-Based Instruction (CBI) may be one solution to
increasing successful student outcomes in ESL classes and pathway programs. The purpose of
this project was to develop a content-based curriculum for community college and adult
education students who are interested in the culinary arts as a way of engaging learners who may
not be as inclined to take a traditional skills-based ESL course.
A document analysis of existing culinary arts-integrated programming was conducted to
identify ways in which culinary arts CBI can be expanded to meet the objectives and standards of
ESL departments in post-secondary institutions. This field project was informed by the
theoretical frameworks of John Dewey’s Progressive Education Theory of Learning by Doing,
Diane Larsen-Freeman’s Complex Dynamic Systems Theory, and Zoltan Dörnyei and Sarah
Mercer's recent research on engagement as it applies to second language learners.
The project form is a student workbook that combines recipes, cooking and food
vocabulary, and supplemental authentic materials with complementary ESL grammar instruction,
pronunciation work, conversation prompts, and writing exercises, including a cumulative writing
project in which each student writes a recipe for inclusion in a class cookbook. This project can
serve as a resource for ESL teachers who would like to teach a content-based curriculum with the
perspective that when students are interested in what they are learning about in English, they are
much more likely to stay motivated and reach their broader language learning goals.
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CHAPTER I
INTRODUCTION
Introduction
According to Siobhan Riordan of the Free Library of Philadelphia, “Nothing is more
literacy-based than cooking. It is all basic literacy, math, and science. It is tactile learning, and it
is social” (Bowers et al., p.3). It was cooking that inspired me to return to school to obtain a
Master of Arts in Teaching English as a Second or Other Language. Though I graduated with a
degree in English, when my daughter was a toddler I earned a professional certificate at a
culinary arts school in San Francisco. I began teaching cooking classes in 2006, and still teach
cooking classes on a volunteer basis. In my experience, cooking classes foster both learning and
connection; it sparks both creativity and cooperation and allows everyone in the class to be both
teacher and student. Which is why, when the pandemic prompted a career evaluation, I wondered
if I might be able to return to school and find a way to blend my interests and teach English
through the medium of cooking.
I started researching, to little avail, ESL cooking programs. Then I fortuitously came
across an article about the Free Library of Philadelphia’s innovative Edible Alphabet program,
and reached out to the program coordinator, Lindsay Southworth, to find out more and to see if I
might be able to observe or volunteer. Since the program had temporarily shifted to Zoom during
COVID-19, I was able to participate, not only as an observer and then volunteer, but as a student
myself, cooking in my kitchen 3000 miles away under the guidance of Chef Shayla FeltonDorsey. Experiencing this pioneering program first-hand and watching the effective and
engaging collaboration between an ESL teacher and a local chef was inspiring. The sessions
toggled between students practicing conversational English with fellow students and cooking in
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real-time in their own kitchens. The Edible Alphabet program was enjoyable and educational for
all participants, myself included. Libraries often are at the forefront of delivering programming
to meet the needs and match the interests of their communities, and I could not help but think
how a similar approach could be developed for English as a Second Language (ESL) classes
provided through community colleges.
Statement of the Problem
Immigrants wanting to learn English have numerous obstacles to overcome just to get to
the classroom. Núñez et al. (2016) found that in addition to factors such as financial and work
responsibilities, adult immigrants had insufficient academic preparation in high school and did
not have a clear understanding of pathways or processes to go to college. This lack of academic
preparation in high school continues to be a marginalizing factor for English Language Learners
in secondary school today (Núñez et al., 2016). The dominant sentiment of preparing all students
for college has inadvertently created learning and opportunity gaps for non-college-bound
students (Kanno, 2018). Deil-Aman and Deluca (2010) estimate that 40% of all high school
students belong to a category they have coined the underserved third; high school, and postsecondary students who are neither career nor college-bound. Immigrant language learners
comprise a large portion of this group. Approximately 50% of second language learners ( L2s)
do not complete high school or complete their formal education with only a high school diploma
or GED degree (Kanno, 2018). The prospects for students with this level of education are
severely limited (National Center for Education Statistics, 2016).
ESL students that do continue to a post-secondary school often do so through a
community college. In California, more than 58,000 students enrolled in one or more community
college ESL classes during the 2016-2017 school year (Rodriguez et al., 2019). But the outcomes
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for these learners have been less than ideal; Rodriguez et al. (2019) found that only one-third of
all degree-seeking ESL students in the California Community College system successfully
completed transfer-level English within six years, even though half of the students who began
the program were only one level under transfer-level English. Given these facts, the ESL
teaching community must consider both how to remove or lessen the barriers ELLs face to
actually get to the classroom, and how to design coursework that encourages students to stay in
school.
In a multi-state analysis of ESL course offerings in U.S. community colleges, David and
Kanno (2021) discovered that most ESL courses offered in two-year colleges were entirely
structured around skills-based instruction. A shift in focus at the community college level from
skills-based instruction to content-based instruction may create a more interesting, and therefore
more engaging educational environment and experience for English Language Learners (ELLs).
Some ESL courses already are based upon subjects/content and not language skills. Content
Based-Instruction (CBI) is a second language learning approach that promotes the integration of
language and content; the teaching is organized around the content or subject and not around a
linguistic syllabus (Snow & Brinton, 2017). One particular model of CBI, themed-based, focuses
expressly on developing a curriculum that incorporates the interests of the students (Mohen,
1986). However, David and Kanno (2021) discovered only 32% of community colleges offered
any content-based instruction courses, and those were highly concentrated in two of the ten states
studied, and sharply limited in the subject matter taught.
One type of CBI that is potentially interesting and engaging for a wide range of ELLs is
cooking. Cooking as an instructional medium may be especially beneficial for adult ESL
learners. The universality of cooking means that most people have at least some background

4
knowledge on the topic. Teachers of adult ESL students can leverage this background knowledge
to help students build their knowledge of English. The use of background knowledge can be used
in adult ESL classes to increase confidence, lower the affective filter, and make the process of
learning English more enjoyable and therefore more effective (Krashen, 1982). Cross-curricular
integration, such as culinary arts integration within adult ESL programs, may allow educators to
design programming that meets the educational goals of their students while increasing interest
and engagement.
Ideally, a culinary arts program for adults would be conceived as a cross-curricular
collaborative effort between the ESL and Culinary Arts departments at a community college.
However, this can be difficult to forge as academic disciplines tend to stay in their own silos
(Brouillette et al., 2021). So while cross-curricular or content-based instruction has numerous
benefits (Snow & Brinton, 2017), numerous obstacles can prevent collaborations between ESL
and content-area teachers (Pawan & Greene, 2017). Issues arise for some teachers who
experience tension between departments (Jacobs, 1989), tend to be inadequately prepared to
work with ELLs (DelliCarpini & Alonso, 2013), or lack the interest, training, or gardening
experience to teach in this environment (Graham et al., 2005). Between the educational silos,
financial restrictions of hiring a cooking instructor or chef to co-teach, and logistical issues such
as accessing a commercial or educational kitchen, the most likely scenario remains a program
delivered in a standard classroom with the ESL instructor providing both content and language
instruction, and this is assuming a CBI is offered. In order to offer a multi-lesson culinary artsintegrated ESL course, or use cooking to deliver CBI, an ESL instructor would likely need to
create their own curriculum. Currently, however, very little integrated curriculum exists to
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support a teacher who wants to provide cross-curricular or CBI to ESL students through the
culinary arts.
Purpose of the Project
The purpose of this project is to develop a culinary arts content-based curriculum that can
be taught through community college ESL departments or adult education programs in hopes of
engaging students who may not be as inclined to take a traditional skills-based ESL course. A
document analysis of existing culinary arts-integrated programming was conducted to identify
ways in which culinary arts CBI can be expanded to meet the objectives and standards of ESL
departments in post-secondary institutions. Existing collaborative teaching concepts in culinary
arts integration were analyzed in an attempt to create workbook materials that could support a
scenario in which the class is led by only one instructor who may or may not have a culinary
background. Additional considerations included how to offer cooking activities safely in
standard classrooms and specific ways to foster engagement for ELLs. The project form is a
workbook for students that combines recipes, cooking and food vocabulary, and supplemental
authentic reading and listening materials with complementary ESL grammar instruction,
pronunciation work, conversation prompts, and writing exercises, including a cumulative writing
project in which each student writes a recipe for inclusion in a class cookbook. In addition,
teacher information pages are provided with additional resources for the instructor and an answer
key for the workbook.
Theoretical Framework
The benefits for ESL students participating in culinary arts content-based instruction can
be substantiated by research in several disciplines. This field project is supported by the
theoretical frameworks of John Dewey’s Progressive Education Theory of Learning by Doing
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and Diane Larsen-Freeman’s Complex Dynamic Systems Theory as it pertains to second
language development. It is also informed by Zoltan Dörnyei and Sarah Mercer's recent research
on engagement as it applies to second language learners. The following section explains these
theories and provides a rationale for their use in this field project.
Education Reformist John Dewey was one of the first theorists to consider the importance
of student interest as it relates to educational theory. While Interest and Effort in Education is
one of his lesser-known works, it introduces several concepts that would develop into some of
his more influential theories. Dewey (1913) believed a sustained level of interest could be
cultivated through experiential education or the concept of learning by doing. Dewey argued that
students do not learn by reading or being told how something is done but through hands-on
activities. As a result, he encouraged students to learn new skills and ideas through experience.
Dewey claimed that skills such as reading and writing should not be taught formally, but as
instruments or tools to help children realize broader personal goals. By framing the learning
experience in this fashion, the individual's motivation would create a need for these skills, but
through the context of information that was of particular interest to the student. Dewey asserted
that students were much more likely to embrace subjects like reading or mathematics if they
could make the connection to how it factored into their daily lives.
The Laboratory School at the University of Chicago was founded in part to test Dewey’s
hypotheses. Of particular importance to this field project is how Dewey incorporated the culinary
arts into the Laboratory Schools curriculum. The school included a kitchen lab as Dewey saw
cooking as an ideal medium to meld knowledge with experience (Belliveau, 2007). Cooking was
taught at the school to students ages 4 to 14, and it was through meal preparation that reading,
writing, and math would be taught (Menand, 2002).
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The children cooked and served lunch once a week. The philosophical rationale is
obvious enough: preparing a meal (as opposed to memorizing the multiplication table) is
a goal-directed activity, it is a social activity, and it is an activity continuous with life
outside school. Dewey incorporated into the practical business of making lunch:
arithmetic (weighing and measuring ingredients, with instruments that the children
made), chemistry and physics (observing the process of combustion), biology (diet and
digestion), geography (exploring the natural environment of plants and animals) and so
on. (Menand, 2002, p. 32)
This idea of learning-by-doing is relevant to this field project because it will offer students who
are enthusiastic about cooking the opportunity to practice something that is already meaningful
to them, while also allowing for greater connection with the English being taught and used in the
classroom as it both revolves around a topic of interest and can be extended into their daily lives
outside of the classroom as well.
Another relevant theory, Larsen-Freeman’s (2011) work on Complex Dynamic Systems
Theory (CDST) in Second Language Development (SLD), comes from the field of Applied
Linguistics. Larsen-Freeman has shifted the discipline’s often myopic focus of a rule-centered
understanding of language acquisition patterns to a more holistic one that credits language
development as the new patterns that emerge from the interaction of the components of the
system. Larsen-Freeman articulates 12 principles that describe CDST, and three of these
principles are particularly germane to SLD. For example, the first principle of CDST claims that
complex systems are open and dynamic. Larsen-Freeman (2012) believes that just as humans
attempt to manage constant change by reducing the complexity and adopting routines, applied
linguists have done the same by trying to normalize the complex nature of language. Adopting a
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Complex Dynamic Systems Theory approach to second language development both
acknowledges this complexity and accounts for how parts of a complex system interact to
produce a unique collective behavior that is able to then interact with its environment.
This dynamism is interrelated with principles six and nine. Principle six describes how
the complexity of complex systems is not built into any one element or feature, but is emergent
and develops from their interaction. Larsen-Freeman likens this process to that of flocking birds,
which do not have a pre-set flight pattern, but the individual adaptation of each bird to the
situation emerges into a flock acting collectively. Larsen-Freeman (2012) calls this selforganization, or the “spontaneous creation of a more complex order;” and draws parallels to
applied linguistics by noting that the emergence of language is based on the exchange and the
interaction of people using language to communicate. Related to this, principle nine stresses
“that the environment in which complex systems operate is part of that complex system. Context
is all-important” (Larsen-Freeman, 2012, p.208). Complex Dynamic Systems Theory views
context as integral to the main action and shapes the outcome of the system. In one respect this
can be connected to Larsen-Freeman's aversion to the concept of teachers providing students
comprehensible input, arguing it denies the learner agency in their learning and the teacher’s role
should not be giving input but helping the students build a relationship between language and
themselves, and that this requires ensuring the relationship has meaning for the student.
With regard to the field project, these three principles are important because they lay the
groundwork for language acquisition that can occur not through a focus on skills, but by creating
an environment that provides ample communicative opportunities for student interaction with
other students, the content, and the teacher. The task-oriented structure of cooking together
prompts individual contribution that emerges into a collective end result. Different language
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opportunities and needs may result as a reaction to collectively working on a task. Content-based
courses, and for this project specifically culinary arts content, can provide a meaningful
environment for students with an interest in food and cooking to practice their English. At the
heart of Complex Dynamic Systems Theory is that there is no singular attribute to language
acquisition; a student’s language system develops through the interaction of myriad elements and
CDST continues to gain momentum in applied linguistics because of its more holistic and
comprehensive view (Mercer & Dörnyei, 2020).
CDST has thus influenced research on language learning psychology, with Dörnyei
specifically examining learner characteristics and encouraging focus on the interaction between
cognition, motivation, and affect. Mercer and Dörnyei posit that what emerges from the
intersection of cognition, motivation, and affect is engagement (Mercer & Dörnyei, 2020). Until
very recently, Dörnyei was best known as a prominent researcher on L2 motivation. Research on
L2 motivation is divided into three periods, the first from the 1950s being the socialpsychological era defined by R.C. Gardner’s socio-educational model and Attitude Motivation
Test Battery. It would be followed by the cognitive-situated period, and Dörnyei’s research was
at the forefront of the most current period, the process-oriented model, which examined the
dynamic nature of motivation. Over the past few years, however, Dörnyei has theorized it is
necessary to move beyond the concept of motivation and toward engagement, which he believes
will become one of the key new concepts in second language teaching methodology. While
engagement has implications throughout education, Mercer and Dörnyei (2020) suggest the
significance of engagement is even greater for language learners because, to acquire
communicative competence, students must be active participants in the learning process.
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Mercer and Dörnyei (2020) identify three recurrent themes that are integral for the L2 to
achieve engagement in a language learning classroom; the power of positive emotions, the
importance of empowering learners as agents of their education, and the need for active
participation in order to sustain language development. Teachers must create a safe and
welcoming environment in which students feel comfortable and confident to practice the new
language; it is in fact students feeling positive emotions about their language abilities that will
encourage the students to continue with their language learning. Students must also recognize
their autonomy and feel empowered as a partner in their education; Mercer and Dörnyei (2020)
suggest numerous ways in which this can be achieved, such as making decisions in the classroom
and directing their own learning when feasible. The third theme is the most relevant for
engagement in a CBI classroom--active participation. The student must be involved in a way that
is “purposeful, meaningful, and leads to learning.” These engagement themes are important to
this field project as they lay the foundation for how the class will operate; in a task-based, handson, participatory fashion in which students will have ample opportunities to determine some of
the content taught as well as leadership opportunities to teach other students.
In the context of this field project, the Zest for English curriculum will integrate John
Dewey’s (1913) theory of learning-by-doing by using cooking as the medium in which language
instruction will revolve. A hands-on culinary CBI curriculum will create an environment that can
provide a meaningful context for students interested in the culinary arts and plenty of
opportunities for spontaneous, authentic conversation, as advocated by Freeman-Larsen (2012).
It will also incorporate concepts of engagement for language learners as outlined by Dörnyei and
Mercer (2020) in order to provide an optimum learning experience through Content-Based
Instruction.
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Significance of the Project
The project may hold significance to ESL teachers and administrators at both adult
education and community college campuses because it will provide the resources needed to offer
a culinary arts CBI class as part of its course offerings. It may also be important for ESL
students, who may find the hands-on approach to learning engaging and benefit from its contentbased format. The universally accessible content of this field project might also match the
strengths and interests of adult ESL students in a way that increases engagement and confidence
while decreasing anxiety. In particular, students with very limited English may find the shift of
focus from skills-based to content-based instruction advantageous. The project may also be of
interest to instructors in traditional Culinary Arts departments, who may see the value and
potential of developing an integrated curriculum with other disciplines and fields. Offering a
program like this through a community college culinary arts program would provide a bridge for
ESL learners who may be interested in taking additional culinary arts coursework. Finally, other
researchers who are interested in the intersection of language learning with the culinary arts may
find the materials useful and potentially adaptable to other learning environments and age
groups, such as high school ELL and vocational classes, afterschool programs, camps, and
community center programming.
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Definition of Terms
Complex Dynamic Systems Theory (CDST): In language acquisition, a learning approach that
explores how language learners adapt to and interact with people and within their environs.
Sometimes referred to as Chaos Theory and Complexity Theory (Larsen-Freeman, 2012; Mercer
and Dörnyei 2020).
Content-Based Instruction (CBI): An integrated approach to language teaching in which the
language enables instruction but is not the immediate goal (Snow & Brinton, 2017).
English for Occupational Purposes (EOP): A focus on the vocabulary needed for specific jobs
in the workforce (Snow & Brinton, 2017).
English as a Second Language (ESL): Language education for people learning English and
whose first language is not English (Brown, 2007).
Polarity Problem: In CBI, territorial tension or other personality issues between a content
instructor and a language teacher that can compound the challenges of teaching content-based
courses (Jacobs, 1989).
Potpourri Problem: In CBI, the lack of a solid interdisciplinary curriculum results in a surface
sampling of knowledge that lacks the depth to be beneficial to students.
Prose literacy: Adult literacy prose examples include editorials, news stories, brochures, and
instructional materials. (Jacobs, 1989).
Vocational English as a Second Language (VESL): Similar to EOP, language classes that
focus on language and life skills needed in the workforce (Snow & Brinton, 2017).
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CHAPTER II
REVIEW OF THE LITERATURE

Introduction
Several researchers have recognized the benefits of interdisciplinary curriculum design,
with recent literature examining how the culinary arts can be integrated into more traditional
subjects (Jacobs, 1989; Kelley & Knowles, 2016; Snow & Brinton, 2017; Mohan 1986;
Brouillette et al., 2021; Brand and Triplett, 2011). However, the literature on utilizing the
culinary arts as content for English as a Second Language (ESL) curriculum remains limited.
The claim of this literature review is that it is necessary to examine Cross-Curricular Instruction
and Content-Based Instruction (CBI) in education, particularly when it is integrated with food
studies or the culinary arts to identify the benefits and common challenges when implementing
this innovative and engaging model in an ESL learning environment and in creating
supplemental resource materials that foster student engagement in the relatively new area of
culinary arts CBI. This literature review includes four sets of scholarship to support this claim.
The first area includes a broad overview of pedagogical models for curriculum integration, with
attention to the benefits and common obstacles of designing and implementing an
interdisciplinary curriculum. The second area examines the emergence of culinary arts
integration in curriculum development, the unique benefits it can provide students, and the
barriers educators encounter to providing this type of specialized curriculum. The third area of
scholarship investigates programs that currently provide cross-curriculum culinary arts or food
studies integration or Content-Based Instruction specifically for English Language Learners
(ELLs). The final area of scholarship will focus on the benefits of engagement for second
language learners and implementation issues as it pertains to the creation of a culinary arts
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content-based course. These four bodies of scholarship, as a whole, are important because they
can be used to provide direction and guidance for creating effective materials in the relatively
new area of culinary arts Content-Based Instruction in ESL classrooms.
Pedagogical Models for Curriculum Integration
This section includes a brief history of Interdisciplinary Curriculum, which includes
Jacobs’ (1989) original scholarship proposing this concept as an innovative and necessary way to
provide relevant learning opportunities to students. Specific examples of successful curriculum
integration are offered; the work of the Kennedy Center in training educators to provide arts
integration, and the more recent development of cross-curricular integration between the fields of
science, technology, engineering, and math, (STEM). The work of Snow and Brinton (2017)
describes a very similar approach to Interdisciplinary Curriculum developing at the same time,
but specifically for ESL students called Content-Based Instruction (CBI). Within this framework,
the benefits of providing an integrated curriculum as well as the challenges of doing so are
examined. This survey of pedagogical models for curriculum integration is important because it
demonstrates the breadth and reach of interdisciplinary curriculum design for all students, and
CBI for ESL students. It also works to justify the claim that it is necessary to examine crosscurricular instruction and CBI in education, particularly when it is integrated with food studies or
the culinary arts.

Historical Overview
A confluence of factors in the 1980s, many of them outlined in the 1981 National
Commission on Excellence in Education’s ominously named report “A Nation at Risk,” turned
the nation’s attention to the American education system (Ravitch, 1990). Educational reform
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efforts were considered on the local, state, and federal levels, and many new educational
methodologies were introduced, because of or in spite of the times. One of the most impactful
was the concept of Interdisciplinary Curriculum by Jacobs (1989), who defined it as:
A knowledge view and curriculum approach that consciously applies methodology and
language from more than one discipline to examine a central theme, issue, problem,
topic, or experience. In contrast to a discipline-field-based view of knowledge,
interdisciplinarity does not stress delineations but linkages. (p.8)
More recently, Interdisciplinary Curriculum has also been referred to as cross-curricular
integration or cross-disciplinary curriculum. Cross-curricular instruction often uses specific
facets of one subject as a vehicle for learning another.
Arts Integration is perhaps the most well-known cross-curricular instruction. The core
tenets of Interdisciplinary Curriculum align with those of the Kennedy Center’s Changing
Education Through the Arts (CETA) program, which was established in 1999 to provide
teaching training for Arts Integration. CETA has trained thousands of teachers to provide Arts
Integrated Curriculum, which they define as the following:
Arts Integration is an approach to teaching in which students construct and demonstrate
understanding through an art form. Students engage in a creative process that connects an
art form and another subject area and meets evolving objectives in both. (The Kennedy
Center, 2020.)
Inspired by the success of arts integration programs, researchers and practitioners have recently
started calling for a more integrated curriculum in the STEM fields (Kelley & Knowles, 2016).
The hope is that Arts Integration may help to lower the number of students who lose interest in
these subjects when they are taught in isolation. These programs are often identified as science,

16
technology, engineering, mathematics, and arts, or STEAM, programs, and seek to access the
benefits of STEM but through Arts Integration.
Around the same time that Jacobs (1989) was advocating for Interdisciplinary
Curriculum, a similar pedagogy was developing in the ESL/EFL field, known as CBI. The
definition of CBI in the 1980s was very broad, with many diverging factors yet an overarching
commonality--the integration of language and content (Snow & Brinton, 2017). CBI’s origins
derive from Communication Language Teaching (CLT) which, according to Snow and Brinton
(2017), aimed for students to achieve communicative competence, an understanding of how to
correctly use language depending on the context. At its core, CBI shares many similarities with
Interdisciplinary Curriculum development. The most notable distinction between the two is that
the audience for CBI is always a language learner; whereas any two subjects may dovetail in
cross-curricular instruction; CBI is always the integration of language teaching with another
subject matter.
When Mohan (1986) published Language and Content he observed that “In subject
learning, we overlook the role of language as a medium of instruction. In language learning we
overlook the fact that content is being communicated” (p.1). According to Mohan, three CBI
models had been defined at that time; theme-based instruction, sheltered instruction, and adjunct
instruction. Themed-based focused on developing a curriculum that incorporates the interests of
the students. Sheltered-based removed ELLs from native speakers for content-based classes in
another subject, such as math. Adjunct instruction refers to a collaborative effort between a
content class and a separate language class taught by two different instructors, with shared
learning objectives. Both Interdisciplinary Curriculum and CBI have continued to grow and
change over the past 40 years. Multiple CBI hybrid models have also developed, one of the most
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notable being Content and Language Integrated Learning (CLIL) as a dual-focused curriculum
with emphasis on both language proficiency and subject matter achievement (Snow & Brinton,
2017). Newer hybrids continue to emerge across all disciplines, adapting to the needs of
learners, making use of available resources, and demonstrating a range of benefits.

Benefits of Cross-Curricular Content
Integrated curriculums provide numerous advantages for students. Arts-integrated
curriculum provides a motivation that standard curriculum may not and arms the student with
new tools, such as visual aids or creative movement, that are highly effective in supporting
students who are usually taught through language-based explanations but are not fully fluent
(Brouillette et al., 2021). According to Brouillette et al.,(2021), arts-integrated programming can
provide an effective way to become proficient in English and therefore enable younger learners
to thrive in their other school subjects. For example, Brand and Triplett (2011) found that an
interdisciplinary curriculum, primarily integrating reading or writing into math, science, or social
studies, enabled students to process and recall information with greater ease. Teachers in the
study felt that students could use strengths in one subject to improve skills in another, such as
using reading skills to help solve math equations and deepening their problem-solving abilities.
Teachers also noted an improvement in attendance, involvement and investment, and homework
completion rates during the weeks that the interdisciplinary curriculum was taught.
In another example, students in an elementary school interdisciplinary program were
observed as having “experienced the joy of learning, discovering and understanding” throughout
the interdisciplinary unit and developing new hobbies and interests as a result of the interrelated
content and topics (Jacobs et al., 1989, p.50 ). Brand and Triplett (2012) reported similar
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observations from teachers in their study, some of whom believed that part of the excitement
came from students being able to independently draw connections between disciplines, which
allowed them to be active participants in the process. Positive effects of interdisciplinary
teaching can be experienced by both students and their teachers. Based on the successes in the
classroom, teachers reported feeling more creative and supported by other faculty and
administration, and developing a deeper sense of personal and professional pride in their work
(Jacobs et al., 1989). Unfortunately, despite these benefits, the implementation of crosscurricular content is impeded by several significant challenges.

Implementation Issues with Cross-Curricular Content
Jacobs (1989) identified two main challenges in creating and delivering effective
interdisciplinary curriculum content. The first challenge that Jacobs identified was coined as The
Potpourri Problem, where the lack of a general structure for interdisciplinary curriculum design
is not fully addressed, resulting in a sampling of information from each discipline but not the
depth of knowledge needed for students to make meaningful connections between disciplines.
The Polarity Problem has little to do with content and more to do with personalities and
preconceived notions of the teachers. Tensions can run high as teachers are asked to change how
they have taught and perhaps view their subject matter, becoming “highly territorial about their
subjects.” (Jacobs, 1989, p. 2) This tension can be compounded by other pressures imposed upon
teachers.
One such pressure for teachers is to prepare students for written standardized tests, which
both affects cross-curricular integration and disproportionately negatively impacts ELLs
(Brouillette et al., 2021). According to Brouillette et al., (2021), this effectively puts emergent
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bilinguals at an educational disadvantage, as the time spent preparing for testing can take away
time from the classroom for other subjects, such as math and science. Brand and Triplett (2012)
noted similar concerns from teachers who felt that trying to work within local, state, and federal
mandates impeded their ability to create an interdisciplinary curriculum. Teachers in this study
claimed that their school districts were determining the standards of learning and discounting the
importance of subjects like science and history. As this study consisted of all first-year teachers,
several teachers also expressed feeling overwhelmed by the task of designing an interdisciplinary
curriculum when still unfamiliar with the standard curriculum.
In summary, Interdisciplinary Curriculum and CBI gained momentum in the late 1980s
as an educational framework for students that is relevant, engaging, and effective for student
learning (Jacobs, 1989; Snow & Brinton, 2017; Mohan 1986). Teachers note many positive
outcomes for students, including increased motivation, a newfound ability to make connections
between different subjects, and an increase in engagement and enthusiasm for learning (Kelley &
Knowles, 2016; Snow & Brinton, 2017; Brouillette et al., 2021; Brand and Triplett, 2011).
Common challenges in implementation include lack of planning time, lack of structure, the
polarity problems that cause tensions between teachers in different departments, and imposed
mandates from the local, state, and national levels (Jacobs, 1989; Brouillette et al., 2021; Brand
and Triplett, 2011). While this section demonstrated the wide reach of this educational approach,
the next area will narrow in on Culinary Arts Integration in Curriculum Development. Both
bodies of research support the claim for this literature review that it is necessary to examine
cross-curricular and CBI in education, particularly as related to food studies or the culinary arts,
to create a culinary arts content-based curriculum as an alternative way of engaging students who
may not be as motivated to take a traditional skills-based ESL course.
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Culinary Arts Integration in Curriculum Development
Similar to the research that demonstrates the positive impact of interdisciplinary and CBI
curriculum design and implementation, this section shows the positive impact that the culinary
arts specifically provide when integrated into other subjects. This area examines the most wellknown example of cross-curricular culinary arts integration, the Edible Schoolyard (ESY)
project, and two programs that represent movements occurring in singular institutions, the
Cooking with Kids program and the Cooking Up a Nation course. As in the first area the benefits
and barriers to art integration, in this case, unique to a culinary arts-integrated curriculum, are
examined. This analysis of culinary arts integration in curriculum development is important
because it helps to justify the claim of this literature review that it is necessary to examine crosscurricular and content-based instruction in education, particularly when it is integrated with food
studies or the culinary arts to identify the benefits and common challenges when implementing
this innovative and engaging model in an ESL learning environment.

Historical Overview
Most Americans learn to cook from their parents or are self-taught through reading
cookbooks or food blogs and watching cooking shows on television (Wolfson et al., 2017).
Counterintuitively, there is strong public support for requiring cooking skills to be taught in
school health education or home economic classes. Adult learners can find culinary classes being
taught at local community colleges, adult schools, recreation departments, and online.
Universities are starting to offer degrees in the emerging field of Food Studies; the most notable
being Boston University, The New School, Syracuse University, and New York University
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(Nestle & McIntosh, 2010; Weissman et al., 2012). The culinary arts have also become a conduit
for instruction in traditional academic subjects.
For example, in 1995, Alice Waters started work with the faculty and administration of
Martin Luther King Jr. Middle School in Berkeley, California to transform an enormous swath of
concrete into a one-acre teaching and production garden with a kitchen classroom. Initial
outreach included meeting with the school faculty, where Waters (2008) realized the success of
the program lay in its ability to reach across departments and curriculums.
If this kitchen and garden had any chance of becoming real, there would have to be a way
for teachers to teach. Math teachers, when they brought their children to this imaginary
kitchen and garden, would have to see ways that baking could teach kids about fractions,
history teachers that growing heirloom grains could teach children about the ancient
world (p. 13).
Cross-curricular integration became a touchstone of the Edible Schoolyard Project as it grew
from a one-school program to a non-profit foundation. Over time, the ESY program developed
satellite programs at other schools in the US and expanded its programming to include teacher
trainings. ESY also provides an integrated curriculum for both schools and home settings. It has
forged two collaborations with the University of California (UC); a course on Edible Education
through UC Berkeley and the Alice Waters Institute at UC Davis. ESY makes its curriculum and
other resources available to the 5600 school garden and cooking programs registered on the
website.
While the ESY has been the most influential program for culinary arts integration at the
K-12 level, smaller school district-led and even single school initiatives have also emerged. For
example, the Cooking with Kids program that was administered in Santa Fe, New Mexico,
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designed a program with two of its five objectives being interdisciplinary: to “practice applied
learning across the curriculum, and connect classroom learning with school meals” (Walters &
Stacey, 2009, p. 371). It was created in response to the student nutrition advisory council’s work
to improve school meals; from that, it continued to evolve to meet a mandate for teaching across
the curriculum. The two-hour cooking lessons and one-hour tasting lessons were designed with
activities that met academic content standards in language arts, social studies/geography,
mathematics, science, and health education. In 2006, a survey of 165 participating teachers found
the program beneficial as students learned about healthful food and it sparked student interest in
trying new foods; with similarly positive feedback shared in parent surveys. A formal research
study of the Cooking With Kids program funded by the United States Department of Agriculture
(USDA) found a significant improvement in fruit and vegetable preferences among all
participating students (compared to students who were not in the program) and improvements in
the cooking attitudes and self-efficacy of boys that had not cooked prior to taking the course
(USDA, 2006).
Nestle and McIntosh (2010) credit the onset of food studies as a recognized discipline
within academia to the establishment of the New York University (NYU) program in 1996, and
it can be found as a component of cross-curriculum in other departments, particularly in foreign
language departments, which are designing language classes taught through the medium of
cooking (Coskun, 2021). For example, the University of Melbourne offers a Cooking Up a
Nation course, which is an elective of the School of Languages and Linguistics. Proponents of
the Cooking Up a Nation course deem it a necessary component of a well-rounded and effective
language learning curriculum (Anderson & Rose, 2016). According to Anderson and Rose
(2016), these classes focus on the regional cuisine of Spain for L2 learners of Spanish, as well as
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how the culture and history of Spain have shaped food policy and food accessibility of its
residents. By combining food studies in language programs, the phenomenon of simplification or
overgeneralization of the culture being studied (known as othering), can be intentionally
addressed by examining food politics and including discussions on the tendency to slip into
colonialism and cultural appropriation when looking at foreign cuisine. The universality of both
food and food politics can help the student draw connections to better understand these
challenges.
Benefits of Culinary Arts Integrated Curriculum
Research demonstrates that culinary arts integration programs like these benefit students
and the communities in which they live (Coskun, 2021; Fakharzadeh, 2015; Walters & Stacey,
2009; Waters 2008). For example, the Edible Schoolyard in New Orleans (ESYNOLA)
demonstrates how the garden and classroom kitchen can benefit the community. This site was
chosen for a grant from the ESY specifically in response to the devastation that resulted from
Hurricane Katrina. The ESYNOLA staff weaved the culture and cuisine of New Orleans into
their coursework. The garden was used as a way to discuss difficult yet particularly germane
topics with the students after Hurricane Katrina, such as coastal erosion and wetland destructions
(Fakharzadeh, 2015). As a result, students gained a better understanding of why Hurricane
Katrina was so damaging to their community, and at the same time the gardens and ESY
programming provided a safe and stable environment for the students, many of whom had
recently been displaced from their homes. (Fakharzadeh, 2015). The health, well-being, and
culture of the community were all factored into the ESYNOYA curriculum design to make a
positive impact on that community reeling from a natural disaster of historic proportions.
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Similar to the positive impact on communities, culinary arts integration can also benefit
individual students and their immediate families. A three-year longitudinal study of 4th and 5th
graders in the Berkeley Unified School District determined that its School Lunch Initiative was
effective in improving student nutritional knowledge and influencing positive changes in the
youths' beliefs on the importance of healthy eating (Atkins & Atkins, 2010). Parents of students
at schools with a stronger developed lunch initiative (e.g. schools with cooking and gardening
programs) were more likely to believe that the school had impacted their child’s opinions and
knowledge surrounding food than the parents of students in schools with lesser developed lunch
initiative programs. In another example, high school students who learned to cook in school
reported greater confidence in their cooking skills and ability to cook independently and also saw
the value of being able to use these skills both at home and in their food service jobs (Hansen et
al., 2019). Related to this, the more comfortable and confident a student is in the kitchen, the
more likely they are to cook for themselves, which often translates into healthier food choices.
(Dixon et al., 2013). Despite these benefits, just as with arts integration in general, challenges to
culinary arts integration do exist.

Implementation Issues for Culinary Arts Integrated Curriculum
Despite their many benefits, culinary arts programs face several common challenges to
implementation. For example, a large survey of over 4,000 California school principals of
schools with gardens described the greatest obstacles to these programs as being: (a) lack of
time; (b) lack of standards-driven curriculum; (c) lack of teacher interest, training or gardening
experience (Graham et al., 2005). Echoing this, a systematic literature review of 19 school
gardening program evaluations found that many schools had the funding and support to establish
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the program, but the challenges in sustaining the program ultimately resulted in the school
garden’s demise (Huelskamp, 2018). These types of programmatic challenges are one issue that
complicates the implementation of culinary arts integration programs. A second challenge is
related to the conceptualization of food itself.
In summary, research reveals the numerous benefits that a culinary-arts integrated
curriculum can provide to communities, schools, students, and their families (Coskun, 2021;
Fakharzadeh, 2015; Walters & Stacey, 2009; Waters 2008). Many of these benefits are
attributable to the nature and content of the culinary arts, as well as the range of academic
subjects that can be integrated with culinary arts. Obstacles to implementing a culinary arts
cross-curriculum included a lack of time and standards-driven curriculum resources, lack of
interest from teachers and possibly the community depending on how the program is promoted,
and issues with securing ongoing funding for school gardens. As with the first area in the
literature review, many of the barriers or challenges, such as securing funding, are problematic
for the field of education in general (Graham et al., 2005, Huelskamp, 2018). But in the case of
culinary arts integration, the benefits in the general education setting seem to outweigh the
barriers. Related to this, culinary arts integration has also been found to have benefits for ESL
students.
Culinary Arts Content-Based Instruction in ESL
In a multi-state analysis of ESL course offerings in U.S. community colleges, David and
Kanno (2021) discovered that most ESL courses offered in two-year colleges were entirely
structured around skills-based instruction. Only 32% of community colleges offered any contentbased instruction courses, and those were highly concentrated in two of the ten states studied
(David & Kanno, 2021). Furthermore, of these limited content-instruction offerings the most
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common CBI offered was in the fields of health care, early childhood education, and automotive
technology; if any culinary CBI courses were analyzed, there were not enough to warrant
inclusion in the study (David & Kanno, 2021). However, the research that does exist confirms
many of the benefits listed in the prior two areas of review, as well as benefits and challenges
unique to ESL learners learning English through the Culinary Arts. This section of the literature
review will explore existing programs that integrate culinary arts into language learning. Of
particular focus will be the benefits of learning English through the medium of culinary arts.
Next, hurdles to providing this type of instruction will be examined, with attention paid to
whether the obstacles have impeded the growth in the field, or if the limited offerings are a result
of this being a newer approach in CBI. The evidence offered in this section, along with the
sections above, works to support the claim that it is necessary to examine cross-curricular and
CBI in education related to food studies and the culinary arts, in order to develop engaging
materials to further broaden this emerging approach in ESL education.

Historical Overview
Over the past decade, new programs that offer Culinary Arts Content-Based Instruction
in ESL Programming have begun to emerge. While still not a very common way to provide CBI,
it is proving to be an innovative way to introduce prose literacy into the fabric of everyday life
for ELLs. Through both collaboration and cross-curricular instruction, curriculum is being
designed that builds off the strengths, interests, and needs of ESL students. One of the pioneering
programs was developed by the Free Library of Philadelphia as part of the community
programming in their visionary Culinary Literacy Center, which was the first kitchen classroom
in a library in the United States (Rea, 2020). Founded in 2014, the Culinary Literacy Center
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offers about 350 classes a year and includes cooking and nutrition classes for children and adults,
demonstrations led by local chefs and cookbook authors, and its Edible Alphabet program for
ELLs. The Edible Alphabet was designed to combine literacy education with food and cooking.
Each class is six to eight weeks long and includes a cooking segment where students work on a
recipe in English with fellow classmates. The program is free, and during the pandemic, students
could pick up the ingredients to cook with at home from the library free of charge. The program
is currently creating an asynchronistic series of videos students can watch if they are unable to
attend the classes.
It is much more difficult to find culinary arts content-based course offerings in ESL at the
post-secondary level, but a small body of literature suggests that this may be slowly changing.
For example, the New School in New York has an “ESL + Food” Certificate (The New School,
n.d.). Unlike traditional vocational ESL classes (VESL) geared toward students in (or actively
seeking work in) the food service industries, these classes prepare students to continue to either a
university program, such as the New School Food Studies major, or a culinary school.
Extracurricular activities in this ESL certificate program focus on attending Food Studies classes
or cooking classes to supplement language coursework.

Benefits for ESL Students
While the body of scholarship related to culinary arts integration for ESLs is small, it can
be used to identify benefits for language learners. For example, administrators of the Edible
Alphabet have offered anecdotal evidence that the program has both filled a critical need in the
Philadelphia community to advance both oral communication and address a secondary problem
of isolation that new immigrants may be facing (Rea, 2020). In addition to this, Program Director
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Lindsay Southworth offered the following observation of the Edible Alphabet curriculum, and
the ways in which it creates a supportive and welcoming learning environment:
Everyone cooks a recipe while working on their food vocabulary, equipment vocabulary,
verbs, conversational exercises, and writing, all embedded into the cooking classroom.
The project of cooking gets people out of their heads, away from an emphasis on which
verb, which preposition to use... People are more likely to learn when relaxed (Rea,
2020).
These benefits can in part be attributed to the selection of recipes the Edible Alphabet chooses to
use in the classroom (Rea, 2020). Instead of focusing on a particular type of cooking or region
for recipes, there is a concerted effort to select recipes from around the world, allowing students
both a familiarity with recipes from their own culture.
The use of informational texts such as the recipes used by the Edible Alphabet program
has been investigated by Kganetso (2017). According to the author, the use of informational texts
that focus on a student's culture and experiences enables students to successfully bridge the
familiar to the unfamiliar. Kganetso reached this conclusion through a mixed-methods study in
which family feedback was used to develop 15 procedural and informative texts. Procedural texts
describe how to do something and informative texts teach about a nonfiction concept. Twentytwo students from two schools participated in 20 reading and writing lessons over six weeks, and
then writing samples were collected to evaluate the students’ performance. An evaluation of
writing samples showed stronger writing skills and demonstrated more elements typical of the
genre; these results were extremely encouraging, particularly given the six-week teaching
window.
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Echoing these findings, Tsuji et al., (2018) conducted a study with 49 college students
that sought to understand if multicultural cooking classes increased the students’ cultural
competence. The authors found that students in the experiment group, who completed the
multicultural cooking classes, improved their cultural competency when compared to students in
the control group, who completed the basic cooking classes. The most significant difference
between the two groups was that the multicultural cooking group became more “aware and
accepting of similarities and differences of people from different cultures” (Tsuji et al., 2018, p.
139). The authors noted that choosing multicultural recipes to help forge both acknowledgment
and appreciation of cultural similarities and differences could foster feelings of acculturation (vs.
assimilation) in the classroom.
In addition to this, Valeo (2013) conducted a study to analyze the effect Form Focused
Instruction (FFI), where the form is taught within the context of the subject, had on adult
language learning through CBI, when compared to content learning in the same environment.
The control group consisted of 20 adults who received CBI that focused only on the meaning and
the treatment group consisted of 16 adults whose curriculum also included a focus on form. The
groups were compared by using data from pre, post, and delayed post-tests that examined both
proficiency with the present conditional and simple past tense and assessed occupational content
recollection. The authors found that both groups made gains in both language development and
content comprehension and that the focus on form in the treatment group’s experience was
enhanced by the addition of that approach. When compared to the control group, students in the
experimental group made significant gains in SLA when learning English through content. These
results, taken with the results of the studies discussed in this section, help to demonstrate the
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benefits of culinary arts integration for ESL students. However, as with all forms of arts
integration programming, culinary arts programming for language learners includes challenges.

Implementation Issues
There are several barriers to implementing culinary arts programming for language
learners. Perhaps the most perplexing issue is though educators will mention collaboration and
curricular integration as two qualities of good teaching, most departments remain in silos so the
integrative approach of arts integration seldom occurs (Brouillette et al., 2021). In CBI,
challenges arise both for English language teachers, who struggle to find arts integration content
that complements their subject matter, and for subject-specific teachers who tend to be
inadequately prepared to work with ELLs (DelliCarpini & Alonso, 2013).
Another barrier that is problematic for adult ESL programming, in general, include
situational challenges like arranging childcare or finding a class that fits with a student’s
schedule (Kouritzin, 2000). However, according to Kouritzin, the barriers to culinary arts
integration for adult language learners include other challenges that have yet to be fully defined
and explored. For example, the socially constructed identities and cultural norms of ESL
students, in particular as they relate to food cultures and traditions, must be more carefully
examined in order to fully understand how complex barriers to learning English actually are.
With regard to CBI, there is a tendency to focus on fluency but not on form. Though as
noted earlier, Valeo (2013) observed that even CBI classrooms without a focus on the form
marked showed improvement in both language development and content knowledge, just not to
the same extent as the FFI classrooms. Overcoming this tendency to focus on fluency and
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provide FFI in the culinary arts content-based classroom may be further compounded in
collaborative arrangements such as co-teaching where one teacher is not trained in ESL.
Establishing rapport between content and language teachers is seen as paramount to
successful CBI curriculum development. With both a content teacher and an ESL teacher in the
room, trust between instructors and the program itself, or the lack of time to build trust into the
partnership, is attributed to the limited number of successful collaborations between two teachers
(Pawan & Green, 2017). In addition to these intrapersonal concerns, many teachers who wish to
integrate culinary arts into their ESL curriculum lack important additional support such as
additional pay or prep time (Goldstein, 2017).
To summarize, while Culinary Arts Cross-Curricular Instruction in ESL is very much in
its infancy, the research that does exist illustrates numerous benefits to ELLs, including a relaxed
learning environment, opportunities for acculturation and multicultural connections, and
significant language gains by learning through content (Ray, 2020; Kganetso, 2017; Tsuji et al
2018). The barriers to this type of programming revolved around departmental silos and
collaboration issues, lack of administrative support for these collaborations, and personal
challenges for the ELLs (Brouillette et al., 2021; DelliCarpini & Alonso, 2013; Kouritzin, 2000;
Goldstein 2017). It is difficult to conclude from the research if the limited culinary arts CBI
offerings are a result of the obstacles listed, or simply a consequence of being a new and
emerging approach. Regardless, this survey of the information is important as it provides ample
context to continue the development of culinary arts-integrated CBI in ESL.
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Engaging Language Learners through Culinary Arts Content-Based Instruction
The final section highlights recent research that considers how student engagement
theory specifically benefits ELLs (Mercer and Dörnyei, 2020). A look at common obstacles that
may prevent engagement is also reviewed, with attention directed to how many of these
obstacles may be mitigated through a culinary arts CBI approach to learning (Mercer and
Dörnyei, 2020; Flanigan & Babchuk, 2020). This analysis of ELL engagement in the classroom
is an important consideration as part of the overall claim of this literature review that it is
necessary to survey culinary arts-integrated and content-based instruction to identify the benefits
and common challenges in order to implement this model in an ESL learning environment and
develop effective supporting materials for ELLs.

Historical Overview
Student Engagement Theory was introduced by Kearsley and Shneiderman (1998) in the
late 1990s and argued that “students must be meaningfully engaged in learning activities with
others in worthwhile tasks” (p. 20). To achieve this, an engaged classroom adheres to three
principles. First, the learning activities are always completed in groups or teams and in a
collaborative spirit. (Kearsley and Shneiderman, 1998). Secondly, the activities are always
project-based, providing a higher degree of interest to students and a greater degree of control
over the process than traditional classroom instruction. Finally, these project-based activities
have an authentic focus that connects the students to the outside world. While the idea was
originally presented within a technological framework, over the past two decades it has grown in
popularity as a theory that can be utilized across multiple disciplines and academic populations.
Mercer and Dörnyei (2020) observe however that the topic of engagement has not been as
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enthusiastically embraced in L2 literature related to learning and teaching. Mercer and Dörnyei
contend this is a result of the discipline’s focus on motivation instead; but given the
unfathomable level of digital distraction today’s students continuously encounter, teachers must
look at motivation and engagement working in concert as a unified concept.

Engagement Benefits for Language Learners
The primary benefit of engagement for second language learners is that it creates
conditions where students are focused and willing to spend significant amounts of time on the
task at hand. This is integral for second language development; Mercer and Dörnyei explain that
“automatisation of L2 skills requires an extended practice period, not unlike learner drivers
having to go through a lot of hands-on practice on the road in order to reach mastery” (Mercer
and Dörnyei, 2020, p.3). While engagement has implications throughout education, Mercer and
Dörnyei suggest the significance of engagement is even greater for language learners because, in
order to acquire communicative competence, students must be active participants in the learning
process. Content-based ESL classes, specifically when based around a specific task such as
cooking a meal by following a recipe, generate multiple opportunities for active and sustained
participation.
These multiple opportunities for active and sustained participation result from an
environment where, as advocated by Dewey (1913), students are learning by doing. Dewey’s
theory of learning by doing is one of the principles of the Edible Schoolyard Program, in which
founder Alice Waters observes that students who partake in a hands-on education develop a
deep understanding of both the core academic subjects taught in the ESY and to the broader
community (Waters, 2008). In a culinary-arts CBI course, this can be achieved by designing a
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significant portion of the class where students are not focused on learning English but are in a
situation where they need to utilize their English in order to communicate and participate in the
task at hand.

Implementation Issues
Mercer and Dörnyei (2020) consider distraction the most alarming obstacle to an engaged
classroom, and specifically the distractions teachers combat on a daily basis with students and
mobile phones. Digital distraction is pervasive on college campuses, and research reveals it is the
result of boredom, lecture-based learning experiences, and larger class sizes (Flanigan &
Babchuk, 2020). Digital distraction has obvious implications for the students overall learning
experience but also is a divisive issue affecting student-teacher rapport (Mercer and Dörnyei,
2020). Mercer and Dörnyei offer several strategies for combating distraction and more generally,
cultivating engagement in classrooms. Of particular interest is to initiate engagement with
learning tasks, which depends on teachers having a solid understanding of what the students need
to learn, but also what the students like to do, their interests, capabilities, and also what their
lives are like outside the classroom (Mercer & Dörnyei, 2020). Additional principles proposed
by Mercer and Dörnyei (2020) as applied to initiating engagement with learning tasks include
getting learners emotionally invested, fostering curiosity, and increasing the level of active
involvement with hands-on activities.
In summary, student engagement must be evident in order for learning to occur, and the
original engaged classroom environment would have included three elements: group work,
tasked based learning, and a real-world implication. Mercer and Dörnyei (2020) contend that
engagement is necessary for second language development as the student must be an active
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participant to process language learning and be willing to practice the language for extended
periods of time. The core benefit of student engagement for language learners is that engagement
creates the ideal state in which to learn the language. And while digital distraction remains a
problematic barrier to engagement; it is worth noting that the hands-on nature of a culinary-arts
content-based class, as well as the limited lecture time in this class and small class size help
create an optimally engaging environment where students may be less inclined to reach for their
phones.
Summary
The claim of this literature review is that it is necessary to examine cross-curricular and
CBI in education, particularly as related to food studies and the culinary arts, in order to identify
the benefits and common challenges when implementing culinary arts-integration models in ESL
learning classrooms and to create supporting resource materials that foster student engagement in
the relatively new area of culinary arts CBI. This literature review included four sets of
scholarship that support this claim. The first area included an overview of pedagogical models
for curriculum integration. The second area examined the emergence of culinary arts integration
in curriculum development and the unique benefits it provides to students. The third area of
scholarship investigated programs that currently provide cross-curriculum culinary arts or food
studies integration and CBI specifically for language learners. The final area of scholarship
focused on the benefits of engagement for second language learners and implementation
strategies fostered through the creation of a culinary arts content-based course for language
learners. These four bodies of scholarship, as a whole, are important because they can be used to
provide direction and guidance for creating culinary arts integration curricula for adult ESL
students in a community college setting. This field project will use the findings of this literature
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review to inform the creation of culinary arts Content-Based Instruction curriculum for ELLs in
intermediate level ESL community college classes.
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CHAPTER III
THE PROJECT AND ITS DEVELOPMENT
Description of the Project
Zest for English: Cooking Around the World is a five-unit workbook designed for use in
a Content-Based Instruction (CBI) ESL Classroom. The workbook combines thematic activities
and instruction with a focus on teaching English through the medium of cooking. This contentbased approach to English blends language learning with hands-on cooking classes and
provides ample opportunities for students to practice English in a meaningful way.
The target audience for this workbook is ESL community college-level students who
might find this approach more engaging than traditional skill-based curricula. The curriculum is
designed for intermediate students. Most vocabulary words are selected from the Common
European Framework of Reference (CEFR) B1 and B2 Vocabulary Lists, and some specific
culinary terms from C Level CEFR lists. Ideally, the class size would be no more than 16
students so that the cooking portion of the classes remains safe and manageable.
Each lesson includes segments traditionally found in an ESL textbook; vocabulary,
grammar, pronunciation, reading, writing, listening, and speaking. Noticeably different,
however, is that the form is presented through sustained content language teaching; not only is
the form taught through theme-based CBI, but the duration of this specific topic runs the entire
length of the course. This helps avoid the “Potpourri Problem” (Jacobs, 1989), in which a
sampling of content is presented haphazardly, providing neither the focus nor the depth required
for the content to be of benefit to the student.
Authentic culinary arts-themed reading and listening materials are provided in each
lesson, with a focus on the experiences of other American immigrants through a culinary lens.
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Speaking prompts encourage students to converse in English while cooking together.
Vocabulary, grammar, and writing exercises prepare students to create their own recipes for a
final class project.
Each unit also includes a kitchen skill to further students' culinary knowledge and a
recipe that students will prepare together in class. The recipes are selected from cuisines around
the world to celebrate the culinary similarities and differences of the cultures in the ESL
classroom. Culinary differences between cultures are often greatly admired in the food world,
and the concept of fusion (blending flavors of different cuisines) is greatly appreciated. The
culinary arts provide myriad examples to learners of the value of retaining and honoring one’s
own culture and heritage, and it is my hope that, on a small scale, this reinforces the larger
concept of acculturation—that America should not be a melting pot but a mixed salad bowl in
which immigrants can maintain and celebrate the flavors of their country of origin.
The suggested class format is two 120-minute-classes a week. The first class would focus
on vocabulary, grammar, and one listening or reading activity (the teacher can assign the
listening or reading activity not completed in class for homework). The second class starts with a
review and pronunciation work, and then the students will cook for the remainder of the class.
Prompts are included to encourage conversational speaking practice while cooking. Each lesson
ends with a “Review & Reflect” page that can be used as a summary exercise after the cooking
activity. Each lesson also has a writing exercise that can be assigned as homework after the
cooking class. The concepts covered in each of the skill-based categories include:
Vocabulary: Each unit offers nine new vocabulary words clustered by a specific
culinary theme. “Kitchen Terms” in Lesson One introduces several key terms that will be
referenced throughout the workbook and, in particular, when using the recipes to cook. “Kitchen
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Equipment” in Unit Two builds from Unit One’s introductory terms but with a focus on tools
and small appliances found in the kitchen. While most of the vocabulary in the first two lessons
are nouns, Unit Three’s vocabulary on “Cooking Verbs” arms the student with a variety of
verbs they will be able to use in their final recipe writing project. One of the comprehension
exercises explains how the suffix “-er” is added to many cooking verbs to form cooking tool
nouns (for example, a blender or a potato peeler), essentially doubling the vocabulary for that
lesson in a connected, approachable way. Unit Four focuses on “Flavors,” giving students
vocabulary options to describe better how a dish tastes (which, again, is intended to aid
students in their recipe writing project). The fifth and final unit is on “Knife Skills,” providing
students with the lexical framework needed to work with knives in the final cooking
assignment and signifying a leveling up of the student’s cooking vocabulary as they prepare to
advance to the Level 3 workbook.
Grammar: Grammar topics were chosen by determining which grammar skills would
best complement the final cumulative project of writing a recipe for inclusion in a classroom
cookbook. With that project goal in mind, I worked backwards to focus on grammar skills that I
felt would be the most necessary for the students to complete that assignment and aid with
reading recipes and communicating with classmates while cooking. Unit One examined count
and noncount nouns. Cooking provides multiple examples of noncount nouns (for example, rice
and oil). Unit Two focused on possessive determiners and pronouns. I chose that from personal
experience as a cooking instructor. Regardless of how organized one strives to be in a kitchen
classroom, at some point, it seems the students have ingredients in their hands, asking, “Is this
mine or yours?” Unit 3 explains when to use “just, already, and yet,” in sentences. I felt this
would provide meaningful context to students in a cooking classroom because so much of
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cooking is both staggered and sequential, so understanding how to ask if something has been
done yet is a common question in this environment. Being able to respond using “just” or
“already” provides a more nuanced answer than “I did it.” As Unit Four vocabulary comprises
adjectives related to flavors, this unit seemed the opportune time to discuss adjective order.
Adjective order is such an implicit function for native English speakers it is easy to forget that
there is indeed an order to how we stack adjectives in a phrase. Finally, Unit Five discusses both
the imperative form and using modals such as “should,” both of which are frequently found in
cookbooks and recipe writing.
Pronunciation: Similar to the rationale for which grammar points to include,
pronunciation points were chosen that complemented the vocabulary or grammar exercises of the
unit or were deemed useful for group communication during the cooking classes. As the
vocabulary in Unit One consisted primarily of nouns, and the grammar point was on count and
noncount nouns, the pronunciation component of the unit discussed how to tell when the -s of
plural nouns is pronounced with a /s/ or a /z/ sound. Unit Two explained the intonational
differences in questions since asking questions is highly encouraged and necessary when cooking
as a group. Unit Three’s pronunciation skill of the -ed ending in verbs worked in concert with the
cooking verbs vocabulary of the unit. As recipes always include numerical amounts in the
ingredient listings, Unit Four covered the stress patterns for numbers. Unit Five summarized all
four previous lessons in a targeted review to help prepare students for reading their recipes aloud
for their final projects.
Speaking: Cooking classes are convivial by nature, so the emphasis of all the speaking
activities was practicing conversation during the cooking portion of the class. Each unit had a
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series of question prompts that the students could use to break the ice while cooking, and most of
the prompts connected back to the lesson in some manner.
Reading and Listening: Each unit featured both a reading and listening component for
receptive skill practice, for a total of 10 materials. A primary consideration was sourcing
materials that reflected the American immigrant experience in the food world. The reading
selection on the World Central Kitchen was penned by José Andrés, who immigrated to the U.S.
from Spain with aspirations of cooking in Manhattan. He would become one of the most
influential chefs of his generation, first for his cooking and then for the non-profit organization
he created to feed survivors of natural disasters. Students visit The Immigrant Cookbook: Recipes
that Make America Great website to review some of the short biographies of the 75 contributors
who have emigrated from around the world. Another reading material was a newspaper article
about Understory, a visionary restaurant collective with a rotating regional menu reflecting the
country of origin of three immigrant chefs.
Auditory listening materials were slightly more difficult to find, but by expanding the
scope to include videos, I was able to find a plethora of appropriate options. One video was a
cooking segment done in English with a cook for whom English is a second language. While
chosen primarily for her engaging and informative segment on tortilla soup, it was selected to
provide an important model of a speaker without the stereotypically midwestern American
Standard Accent. Sometimes ESL students confide they are self-conscious of their accent when
speaking English; I find this so disheartening and recognize the importance of using materials
showcasing non-native speakers as a reminder that the majority of English speakers are nonnative speakers and that everyone speaks with an accent.
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While it would be impossible to find materials that would resonate with every immigrant
experience, I am hopeful that both the tone and breadth of materials present a “mixed salad
bowl” acculturative view of immigration and encourage students to acknowledge and maintain
their culture through cooking.
Writing: The final project assignment of putting together a class cookbook was always
the end goal for the writing skills of this workbook. So the exercises leading up to the final
assignment were designed to scaffold the skills the students would need to accomplish writing
their own recipes. Unit One showed students how to use sequence words to organize their
writing as sequential writing is an essential skill for writing a recipe. Unit Two built off the
poetic listening activity to help students work on writing a descriptive paragraph, underscoring
how vital descriptive language is when writing about food. Units Three and Four focused on how
to write specific parts of a recipe: the introductory headnote and the concluding author’s short
biography. It is worth noting both activities, though tailored for food writing, provide
transferable skills students can use in other genres—headnote writing is very similar to crafting a
solid introductory paragraph in expository writing. Writing about oneself in an engaging and
succinct manner, which is the aim of a compelling short biography, is an essential skill for
writing cover letters and resumes. The final writing activity in Unit Five weaves these earlier
lessons together as the students select one recipe they feel best encapsulates something about
who they are (left to their own interpretation).
Kitchen Skills: The less traditional workbook components, the kitchen skills section, and
the in-class recipe provide most of the framework for Content-Based Instruction. Each kitchen
skill was chosen for its usefulness in the kitchen. Measuring ingredients, practicing food safety,
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preparing ingredients before cooking (mise en place), developing flavor profiles, and cutting
safely with a knife are the skills covered in the workbook.
In-Class Recipe: The most unique aspect of the course and the workbook is the in-class
recipe. Students are able to put everything they have learned into practice in a meaningful and
communicative way as they work in small groups to prepare a dish to share at the end of class.
Care was taken to choose recipes that reflected a variety of cultures; a rice dish (paella) from
Spain, lima bean stew (shahun ful) from North Africa, potato pancakes (latkes) from Eastern
Europe, tortilla soup (sopa de tortilla) from Mexico, and noodle salad (japchae) from Korea.
Summary Page: The final page of each lesson is called “Review & Reflect,” which
reinforces core concepts from the lesson and provides a space for students to articulate some of
the concepts of the unit in their own words.
When possible, an attempt was made to organize each unit to provide further thematic
cohesion and offer some repetitive work across skills. For instance, in Unit Five, the learning
revolves around a recipe for a Korean noodle salad called japchae. The dish includes several
vegetables that are cut in a specific way. So for this unit, the vocabulary was on “Knife Cuts,”
describing some of these cuts (slicing, dicing), as well as some of the knives used (chef’s knife,
serrated knife) and additional equipment (cutting board). The authentic listening material for this
lesson features an interview with Joann Lee Molinaro, the author of The Korean Vegan, who
uses several of the vocabulary terms during the discussion. The kitchen skill focused on knife
safety, and the recipe provided a hands-on application for students to practice the terms and
techniques.
Teacher Information Pages: The last few pages of the workbook share information for
teachers concerning teaching the class and preparing the class cookbook. Links to resources for
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further learning are provided, as is a broad overview of how the cookbook can be produced in
either a tangible or digital format.
Classroom Kitchen Logistics: Recipes were chosen that could be cooked on a portable
hot plate. Teaching this class in a community college’s culinary arts department would be
optimal as it would offer greater flexibility in recipe choice and give students experience
working in an actual kitchen. But as this could present numerous logistical challenges, all the
recipes can instead be prepared in a standard classroom. As science labs and other classrooms are
sometimes outfitted with sinks, securing a room with a sink in the class or nearby would be
helpful but not necessary. It will be essential to excuse students before starting to cook to wash
up and practice other important safety and sanitation measures outlined in the workbook.
The class could be divided into stations with four students cooking together. As
mentioned earlier, the recipes were primarily selected because they could be cooked using a
portable electric burner and small electronics like blenders, but of secondary importance were
recipes that could be easily modified to accommodate dietary restrictions. Teachers will want to
survey students to determine any allergies or food aversions. Ideally, time will be budgeted so
that students can sit and enjoy the dish together at the end of each cooking session.

Development of the Project
The idea for this field project came from several personal experiences; my positive
experiences teaching cooking classes, my mixed experiences as a language learner, and a
challenging and yet gratifying experience of taking a cooking class in a foreign language myself.
It would further be shaped by participating in the online cooking classes led by Lindsay

45
Southworth and Shayla Felton-Dorsey through the Free Library of Philadelphia's Edible
Alphabet Program and with feedback from my students at the Intercultural Institute of California.
Much of the impetus for Zest for English came from teaching cooking classes after
finishing a professional pastry chef program at a culinary school. I quickly learned from teaching
cooking classes that cooking is an interdisciplinary subject. At a minimum, skills in mathematics
and science are used in each class, and with a little deliberate planning, a cooking lesson can
include everything from literature, history, the humanities, and even social justice discussions
surrounding topics such as urban food deserts. These observations are nothing revolutionary; as
discussed in Chapter II, it is precisely the reasoning that moved John Dewey (1913) to include a
kitchen lab at the Dewey School as a way for students to practically and kinesthetically apply
concepts learned in other subjects, but it made an indelible impression on how I look at cooking
as a vehicle to teach so much more than how to make a meal.
Another experience that factored into the development of this field project was a cooking
class I took in a foreign language. It was a pastry class in France for native speakers of French,
and the pace was both exhilarating and overwhelming. Whereas I have mixed experiences
learning French in standard classrooms, experiencing that kitchen environment where the
language was not the focus of the class but the tool I needed in order to understand the content of
the class was an inflection point that would change how I approached my own language studies
and serve as a cornerstone for the development of this field project.
Recognizing firsthand the pedagogical power of a kitchen as both a teacher and a student,
I started researching to see if ESL was taught through the medium of cooking. It is not widely
done, but a few schools teach vocational English as a Second Language (VESL) for restaurant
workers. Then, somewhat serendipitously, a Google search led to the Free Library of
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Philadelphia’s Culinary Literacy Center. The Culinary Literacy Center is a commercial kitchen
and classroom built as part of the Parkway Central Library and is the first program of its kind in
the nation. The center hosts classes for all Philadelphians; classes geared toward children and
senior citizens; adult literacy and family literacy offerings, cooking demonstrations with local
chefs, and an innovative Edible Alphabet program for English Language Learners (ELLs).
Edible Alphabet classes are weekly cooking and conversation classes; initially held inperson in the Parkway commercial kitchen classroom, the program pivoted to an online Zoom
format in which students cook along in their home kitchens. The classes remain online, and the
library offers students the option to pick up the ingredients for the class free of charge at a library
branch in advance of the online class. The class is co-taught by an ESL instructor and a local
chef. Students reviewed the ingredients and equipment for the dish and read the recipe with the
ESL teacher, who also facilitated numerous speaking opportunities for the students as a group
and pair work in breakout rooms to practice their English. The ESL teacher also shared
additional library resources with students, such as showing students how to apply for a library
card.
After the students read the recipe through as a class, the chef would demonstrate how to
make the recipe, and the students would cook along in their own kitchen. After reading about this
innovative program, I excitedly contacted the program coordinator, Lindsay Southworth, who
allowed me to observe and then lead some of the activities. Cooking along with the students was
extremely enjoyable, and it is a remarkable program and resource that influenced the framework
of this field project.
I had hoped to be able to teach portions of the workbook to my intermediate listening and
speaking classes as a way to supplement the school’s prescribed texts. Unfortunately, the
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opportunity to do so was limited because COVID-related school policies requiring no food or
eating in the classroom impeded my ability to offer hands-on cooking activities in my classroom
this spring. However, I was able to use feedback from my students with a couple of class
cooking lessons we did in 2021 and some of the English skill-based exercises in the spring to
both shape and refine the workbook curriculum.
In summary, this field project is based on my experiences both as a cooking instructor
and as a student learning how to cook in a foreign language. The Free Library of Philadelphia's
Edible Alphabet program served as both inspiration and validation for this field project, and
feedback from students also was beneficial to the process. The five units demonstrate a contentbased approach to teaching English through the medium of cooking. By delivering skills-based
instruction through thematic culinary arts content, utilizing complementary authentic materials
for receptive practice, and offering a practical cumulative activity of students writing and
presenting their own recipes for productive practice, the instructional aims of an ESL class are
addressed in a way that also addresses the interests of the students. Combined with the hands-on
and practical cooking portion of the class, this project offers an engaging classroom curriculum
and communal learning experience to its students.
The Project
The project in its entirety can be found in the appendix.
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CHAPTER IV
CONCLUSIONS AND RECOMMENDATIONS
Conclusions
Two recent reform movements, Guided Pathways and AB 705, have initiated a statewide
conversation about how to best serve the needs of the 2.1 million students who comprise the
California Community College System (Foundation for California Community Colleges, n.d.;
Rodriguez et al., 2019). Of particular impact to ESL departments is AB 705; in addition to
evaluating student assessments and placement protocols, ESL departments are charged with
restructuring courses so their students will be prepared for transfer-level English within three
years (Rodriguez et al., 2019). In the report that Rodriguez et al. authored for the Public Policy
Institute of California (PPIC) entitled “English as a Second Language in California’s Community
College,” their findings suggest the following:
We have shown that few degree-seeking students in traditional ESL programs achieve
key educational milestones, but that integrated ESL courses, direct pathways from ESL to
transfer-level English, and transferable ESL coursework are associated with an improved
likelihood of achieving key academic outcomes (p. 21, Rodriguez et al., 2019).
As ESL Departments examine ways to modify their credit and noncredit sequences to
become AB 705 compliant and to lead directly to transfer-level English, a broader discussion
about further reforming ESL programs to improve long-term outcomes for ESL students has
ensued (Rodriguez et al., 2019). In the review of the relevant literature, it would appear that it
may behoove ESL departments to consider adding more Content-Based Instruction (CBI) to their
pathways to prepare students to achieve transfer-level English proficiency within such a tight
three-year time frame.
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Considering that most ESL courses offered in 2-year colleges are entirely structured
around skills-based instruction, with less than a ⅓ of community colleges offering any contentbased instruction courses, most of which were concentrated in only two states that David and
Kanno (2021) studied in their multi-state analysis of ESL course offerings in U.S. community
colleges.
The benefits of developing a curriculum that incorporates the interests of the students
through cross-curricular instruction, or specifically to the ESL community, Content-Based
Instruction, is well documented (Jacobs, 1989; Kelley & Knowles, 2016; Mohen 1986; Rea,
2020; Snow & Briton, 2017; Tsuji et al., 2018). Research demonstrates that culinary arts
integration programs benefit both students and the communities in which they live (Coskun,
2021; Fakharzadeh, 2015; Walters & Stacey, 2009; Waters, 2008). Furthermore, as more and
more colleges recognize food studies as a discipline within academia and food studies become a
cross-curricular component in other departments, particularly in foreign language and ESL
departments, a culinary-arts CBI course may offer numerous benefits to ESL students in the
California Community College system (Anderson & Rose, 2016; Coskun, 2021; Nestle and
McIntosh, 2010).
It is my hope that this field project may serve as a prototype for a culinary-arts CBI
course for Community College ESL students. The field project is a five-unit workbook designed
for use in an intermediate-level CBI ESL Classroom. The workbook provides a content-based
approach to English by blending thematic activities and English-language instruction with handson cooking classes. Each unit includes segments traditionally found in an ESL textbook;
vocabulary, grammar, pronunciation, reading, writing, listening, and speaking, but the form is
taught entirely through theme-based content. The goal of using culinary arts-themed content is to
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engage students and empower them as well; hopefully, students will feel they have reached their
language learning goals and learned more about the culinary arts in the process.

Recommendations
I recommend that this field project be considered for use in adult education and
community college programs as a segment for existing instruction for intermediate level
students, or ideally, as a springboard to develop and adopt a stand-alone course.
I suggest the five units be run as a test pilot program and incorporate feedback from the
students and teachers who participate in the pilot to further refine the curriculum. If time had
allowed, I would have liked to have developed two recipes for each unit so that there could be an
experiential cooking activity during each class. I would have also expanded the kitchen skills
component into hands-on activities.
If this or a similar program were to be adopted into an ESL department, it could be one of
three classes offered. This workbook is intended for intermediate students who are reading at the
CEFR B1 and B2 levels. I would recommend a beginning-level class to precede this one that
focuses more on cooking skills and themes that would be helpful to newcomers to America, such
as writing a grocery list, ordering a sandwich from a deli, basic kitchen terms, etc. A more
advanced C-level course could also be created, perhaps focusing on more advanced recipes and
cooking techniques to help prepare students for employment at a restaurant or attendance at a
cooking school.
While this project is specific to the culinary arts, throughout the research and reading, I
could not help but envision how classroom engagement could possibly increase if ESL
departments adopted a variety of CBI classes as part of their offerings. Students could have the
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option of the traditional skill-based classes currently offered and also enroll in CBI classes that
cover those skills thematically through the content of different subjects. Offering engaging CBI
courses in ESL departments might keep students more invested in their language studies and lead
to new opportunities never imagined.
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